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Chapter  19
An Intramuscular Approach 
to Teacher Development in 
International Collaborative 
Higher Education
ABSTRACT
This chapter looks at a practical example of staff development and considers how professional develop-
ment of teachers should be an essential component of enhancing provision within higher educational 
institutions not just in terms of pedagogy but also in respect of developing programmes and marketing 
those programmes. Set within the specific context of English Language teaching for international stu-
dents, the research is based on a case study of two trainee teachers on a DELTA programme (Diploma 
in English Language Teaching for Adults). These teachers have been interviewed at two different stages 
of their development, firstly whilst doing the DELTA course, and then one year later, by which time 
they have completed the course. Through analysing their responses in a qualitative fashion, the author 
examines whether teacher development has a positive impact on the higher educational institution as 
a whole, and whether it leads to an improved student experience or a heightened consciousness of that 
student experience on the part of teachers. At the heart of this chapter, there is a metaphor taken from 
Medical Science to define the best approach to teacher education and development, namely, what the 
author labels an intramuscular approach. The author takes this term from a medical process of giv-
ing injections that are placed deep within muscles so that the particular drug or medicine is released 
slowly over a period of time rather than in a standard one-shot manner. There is no quick fix solution 
to teacher development, and having a long-term vision contributes far more to organisations in terms 
of the ultimate student experience.
Paul Breen
University of East Anglia, UK
DOI: 10.4018/978-1-4666-4458-8.ch019
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INTRODUCTION
In the medical world, there are two different 
common forms of injection; subcutaneous and 
intramuscular, with the latter being one that is 
“given directly into the central area of a specific 
muscle” (www.enotes.com) so that after injection 
“the excretion is much slower” (www.lexic.us). 
This means that the fluid substance of the injection 
is released over time rather than immediately as 
a one-shot solution. As such, it is a form of treat-
ment particularly suited to patients getting some 
form of long-term treatment such as gene therapy 
or hormone replacement. The medicine, within 
the muscle, is released over a period of months 
rather than in a single dose, meaning that it offers 
long rather than short term forms of treatment.
In the medical literature, numerous papers have 
described ways in which this form of treatment has 
been used in the battle against particular ailments. 
However, it also serves as a useful analogy for the 
best practices of contemporary teacher education. 
Long-term approaches to development have taken 
on greater significance because of the increasing 
emphasis upon the student experience, particularly 
in the context of United Kingdom higher educa-
tion. If students are to have a good experience, 
they need good and experienced teachers who 
understand their individual needs and how to 
address those needs.
BACKGROUND
The Student Experience
Much has been written about the student experi-
ence in terms of what it entails, how it should 
be defined, and how it can be measured (Cook 
& Leckey, 1999; Lowe & Cook, 2003; Bryson 
& Hand, 2007). At the heart of this is a sense of 
engagement with learning which goes back as 
far as Astin (1984) and Chickering and Gamson 
(1987); leading to further exploration in the 
work of Kuh (2001; and 2006), and the more 
socio-constructivist theories espoused by writers 
such as Weber (2004). Socio-constructivism in 
this instance means that participants are actively 
engaged in defining and understanding the world 
on their own terms.
It is therefore ‘engagement’ which essentially 
defines the student experience. Trowler (2010), in 
a substantive literature review on student engage-
ment, states that “a sound body of literature has 
established robust correlations between student 
involvement in a subset of ‘educationally purpo-
sive activities’, and positive outcomes of student 
success and development, including satisfaction, 
persistence, academic achievement and social 
engagement” (p.2). This has led to a greater em-
phasis on students being given a voice and a sense 
of partnership in higher education.
Less has been written about how this relates 
to teaching and the role that teachers play in be-
ing at the interface of this student experience. 
Ramsden (2009, p. 2) outlines how the nature of 
higher educational study in the United Kingdom 
has changed over the past couple of decades, but 
argues that “the quality of teaching” and particu-
larly the focus on “personal attention to students 
and on the achievement of high level learning 
outcomes, has been sustained in the face of size-
able pressure on resources” (ibid). Therefore, 
using another biological analogy, engagement has 
become the sinew holding together the learning 
process, within which teachers have a vital role 
to play through being at its interface.
This need for quality teaching, according to 
Ramsden, has developed a culture of profes-
sionalism within UK Higher Educational teach-
ing (2009, p. 4). One outcome of this has been 
the creation of ‘The UK Professional Standards 
Framework for teaching and supporting learning 
in higher education’. This framework, launched 
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in 2006, and reproduced in 2011, uses a descrip-
tor based approach to professional standards and 
outlines one of its key aims as being to support 
“the initial and continuing professional develop-
ment of staff engaged in teaching and supporting 
learning” (2011, p. 2). This is then connected to 
a further aim of demonstrating “to students and 
other stakeholders the professionalism that staff 
and institutions bring to teaching and support for 
student learning” (ibid).
Thus, it is apparent there is an inherent recogni-
tion of the role that teaching plays in the student 
experience and the need to make the importance 
of this explicit to the students. Ramsden (2009, p. 
5) goes as far as suggesting that students are now 
“engaged collaborators” in the teaching process 
and that “inadequate teaching techniques are no 
longer easily tolerated” (ibid). Of course this has 
been a feature of English Language Teaching for 
most of the past few decades, not just in terms of 
the way that the subject is taught but also in the 
way that its teachers are educated.
Long before other disciplines placed the same 
value on engagement, ELT had realised the need 
for what Trowler (2010) defines as “feelings and 
sense making as well as activity” (p.5); linking 
together Fredricks, Blumenfeld and Paris’s three 
dimensions of student engagement – behavioural, 
emotional, and cognitive (2004, pp. 62-63). This 
is evidenced by the emphasis on approaches such 
as Communicative Language Teaching and Task 
Based Learning which have been widely used in 
ELT in recent decades. English Language Teach-
ing, though often seen as a poor relation of higher 
education, has constantly needed to be ahead of 
the game to provide a quality service. One reason 
for this is that English Language Teaching as an 
industry has always needed to have a more com-
mercial focus than other sectors of education. A 
further positive linked to this has been the need 
to place good teachers in the English Language 
classroom and, because of the lack of formal 
qualifications in the field, to ensure continuous 
professional development both inside and out of 
the classroom.
MAIN FOCUS OF THE CHAPTER
Terminology of Teacher Education
Crandall (2000, p. 34) states that it is important to 
note that “language teacher education is a micro-
cosm of teacher education, and many of the trends 
in current language teacher education derive from 
theory and practice in general teacher education.” 
Motteram (2004) states that “different approaches 
are to some extent historical, but may also be seen 
as representing different perspectives on the way 
that knowledge is formulated and presented.”
A drawback of these differing perspectives 
is that they can sometimes be seen to muddy the 
waters of terminology. Evans (2002, p. 123) con-
tends that “in the teacher development literature, 
very few definitions of teacher development may 
be found.” This is because very often the terms 
teacher development and teacher education are in-
terchangeable, particularly when used as a contrast 
to ‘training’ as in Roberts (1998, pp. 221-222). 
Indeed any analysis of the literature will reveal a 
proliferation of terms.
Thus, to some extent, Evans’ (2002) assertion 
bears weight but others would argue that packaging 
‘teacher education’ into a one-size-fits-all defini-
tion is not the fundamental element. It is impor-
tant to outline the historical and epistemological 
differences in training and development, causing 
this proliferation of terms to arise. Furthermore 
it should be stressed that ‘training’ came before 
‘development’ (Richards, 2008) through “short 
training programs and certificates ..... designed to 
give prospective teachers the practical classroom 
skills needed to teach the new methods” (ibid, p. 2). 
Much of this was done at the outset of the teachers’ 
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careers and there was no sense that this had to be 
continued with unless the teacher wanted to move 
into a more specialized field such as the teaching 
of linguistics (ibid). Gradually though there was 
a movement towards the importance of teacher 
learning, and the social nature of that learning, 
rather than teachers being taught (ibid, pp. 5-7).
Part of the driving force behind this was a 
reaction against courses where teachers are “sur-
reptitiously pushed in pre-determined directions” 
(Tomlinson, 2003, p. 2). Edge (2003, p. 7), drawing 
on Widdowson (1983) and cited in Mann (2005, 
p. 104) states that “to train is to instil habits or 
skills, and the word collocates just as happily with 
dogs and seals as with teachers.” Mann (ibid, p. 
105) suggests that teacher education is a “bottom 
up process” that values the “insider” view whilst 
training is “top down” and places more emphasis 
on the “outsider” view. He then concludes that 
teacher development “is a continuous process of 
becoming and can never be finished” (ibid).
Borg (2006, p. 99), citing Golombek and 
Johnson (2004, pp, 323-324), argues that teacher 
development is “socially situated and socially 
mediated, non-linear, dialogic, and without an 
endpoint.” This has echoes of what Goodwyn 
(1997, p. 115) earlier described as a “develop-
mental continuum.” Schlager and Fusco (2003, p. 
205) add that “professional development is viewed 
as a career-long, context-specific continuous 
endeavour that is guided by standards, grounded 
in the teacher’s own work, focused on student 
learning, and tailored to the teacher’s stage of 
career development.”
This emphasis on reflective approaches to 
teacher development and teacher education is 
further charted in Shulman (1988), Pennington 
(1990), Richards and Lockhart (1994), and Roberts 
(1998, pp. 25-27). Mann (2005) outlines a further 
argument that teachers themselves must take re-
sponsibility for their own learning. The importance 
of this self-direction is supported in the literature 
by Stuart and Thurlow (2000); Bailey, Curtis and 
Noonan (2001); Crookes and Chandler (2001); and 
Gibbons and Norman (1987, p. 110) who use the 
term “self-directed professional development.”
Overview of the Delta
Kelly (2005) states that the DELTA is a “course 
which, most ELT teacher educators would agree, 
provides sound training” along with “opportunities 
for reflection and development.” Furthermore it 
has the added benefit of a practical teaching com-
ponent, unlike many Masters’ programmes which 
are delivered in theoretical form only. It also holds 
the distinction of being “the only teaching diploma 
placed at Level 7 of the UK’s Qualification and 
Credit Framework (QCF)” (Sokol, 2011) which 
makes it equal to a masters degree or professional 
diploma. Borg (2011, p. 371) describes this as 
“an internationally recognized advanced course 
for practising teachers” which consists of three 
modules and seeks to “reflect contemporary views 
of good practice in language teacher education.”
These three modules are “designed and pro-
duced by University of Cambridge ESOL Exami-
nations” according to the official DELTA modules 
handbook produced by Cambridge ESOL (2011, 
p. 3) which goes on to state that the course does 
not “set out a repertoire of prescribed procedures 
or techniques for language teaching (ibid, p. 5).” 
Rather, it strives to “establish a framework within 
which candidates can develop awareness, under-
standing and skills appropriate to working with 
a wide range of learners in a variety of contexts” 
(ibid).
The structure of the course is outlined in Ap-
pendix One, taken from the Cambridge ESOL 
DELTA modules handbook. Module One has 
a primarily linguistic focus, being essentially 
concerned with theoretical perspectives on lan-
guage acquisition, understanding of terminology, 
theoretical approaches to the use of resources, and 
defining, then dealing with problems encountered 
by language learners. Module Two then shifts to 
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more practical aspects of these areas, particularly 
the planning, teaching, and evaluation of lessons, 
and according to Borg (2011, p.371) has one of its 
aims as being to “develop candidates’ beliefs about 
teaching.” The third and final module develops 
awareness of a particular specialism and looks at 
aspects of course design.
Overall the DELTA incorporates aspects of 
both theory and practice and places an emphasis 
on tracking development over time, alongside 
an awareness of learner needs in linguistic and 
broader pedagogic terms. Reflection also plays a 
critical part over the duration of the course, with 
candidates expected to not only reflect before, dur-
ing, and after teaching practice. This then makes 
the DELTA highly amenable to being studied 
through the theoretical lens of a teacher cogni-
tion framework, as has been done in the work of 
Simon Borg’s (2011) qualitative longitudinal study 
of “the impact of in-service teacher education on 
language teachers’ beliefs” (p.370).
The link between teacher education and teacher 
beliefs is further supported by Mann (2005, p. 
108) who stresses the need for “a process of inner 
dialogue and ‘conversation with self’ (Prawat, 
1991)” and movement towards a “cognitive 
space” in which “the language teacher develops 
awareness of practice.” Again, teacher belief is an 
intramuscular process. Opinions, feelings, percep-
tions, views, and epistemologies are built up over 
time. Some would argue that they are constantly 
but most would agree that our cognitions define 
who we are.
This is a recurring theme within the teacher 
cognition literature and this paper, though not 
seeking to add to that area of literature, draws on 
epistemologies from that field of investigation. 
This consequently feeds into the argument at the 
heart of this paper which is that through teachers 
developing a better professional awareness and 
by extension a better professional practice, there 
are clear benefits for students. Such desirable out-
comes are particularly salient in the UK context 
where tuition fees have increased rapidly in the 
past few decades, and where the borders between 
the education of home students and the education 
of international students are rapidly crumbling in 
the face of a shared experience.
Focus of the Research Study
Other studies which have used the DELTA as 
a background context for their research include 
Borg’s (2011) aforementioned examination of 
its influence on language teachers’ beliefs, and 
Kelly’s (2005) synthesis of reflections on the 
DELTA.
In Borg’s study, a total of six candidates took 
part. Methods used for data collection combined 
pre-course questionnaires with six audio-recorded 
semi-structured interviews. The first series of 
interviews were carried out face to face whilst the 
next four were conducted via telephone; allowing 
for the data to be analysed on two levels, namely 
“cyclical and summative” (2011, p. 372). A list 
of themes was then drawn up and a cross-case 
comparison provided in grid format. Interestingly 
the findings were that “the DELTA did not have a 
significant impact” in terms of radically altering 
beliefs but had more of an impact on “develop-
mental processes” (2011, p. 378) suggestive of 
slow change over a period of time.
That slow change over a period of time fits 
in with the intramuscular analogy used at the 
heart of this chapter. I am interested in looking 
at teacher development over a period of time 
through a qualitative lens, shaping a narrative 
from the experiences of teachers in one ‘smaller’ 
context, and then seeing how this can contribute 
to the broader picture of enhancing student en-
gagement and the student experience. After all, 
Brown & Rodgers (2002, p.32) point out that the 
main goal of research is “to report your findings 
to the world and hopefully to help reshape that 
world in some small measure as a result of your 
study.” The world I am seeking to reshape is 
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teaching’s relationship to marketing, and develop-
ing a greater awareness of why institutions must 
invest in professional development.
The factor that sets this research apart from 
Borg’s (2011) study and much other research in the 
field is that this is ‘insider’ research as defined in 
Platt (1981), Robson (2002), and Rooney (2005). 
This is a form of research where “the researcher 
has a direct involvement or connection with the 
research setting” (ibid, 2005, p. 1). In this case, I 
am in charge of English Language Programmes in 
the organisation in which the two DELTA candi-
dates were based when this study was undertaken. 
Though I was not their direct line manager I had 
been responsible for their recruitment and had 
also helped secure funding for their studies. As 
such I had an involvement with the interviewees 
on both a personal and professional level.
Arksey and Knight (1999, p.67) discuss the 
advantages of conducting “insider” research. 
Some advantages include the ease of access that 
is available to inside researchers; “the informed 
knowledge” of the study setting; the sometimes 
natural rapport and understanding between inter-
viewer and interviewees; the “richer data” that can 
be gained through familiarity; and the fact that 
“the insider’s familiarity enables them to discern 
the authenticity of the account” (ibid). There are 
also drawbacks to insider research, particularly in 
terms of generalisation and a priori knowledge, 
but these are counteracted by keeping “focus on 
learning the meaning that the participants hold 
about the problem or issue, not the meaning that 
the researchers bring to the research or writers 
express in the literature” (Creswell, 2009, p. 175).
The Research Setting
In this study the specific context is the provision 
of Foundation courses within United Kingdom 
higher education. These Foundation courses are 
essentially composed of lessons in English for 
Academic Purposes and introductory modules 
in other subjects. Gillett and Wray (2006, p. 
7) describe such courses as those that “prepare 
lower level students for entry to higher education” 
over an extended or specific period of time. The 
term higher education is used here, rather than 
pre-higher education, because the provider of 
the courses is INTO University Partnerships, a 
British limited company responsible for running 
joint ventures with higher education institutions 
in the UK and the USA.
The actual location of these courses was 
London, where the participants live and work 
amongst a diverse group of teachers with a range 
of nationalities and specialities. Most teachers at 
this level would be expected to hold a Masters 
degree or some formal teaching qualification and 
one of the cornerstones of INTO’s recruitment 
policy is that all teachers should have at least 
Masters or DELTA equivalence. This is also a 
British Council recommendation for all teachers 
of English for Academic Purposes.
The Research Participants
The first of the interview candidates was a young 
woman named Caroline who had been teaching 
for our organisation for about nine months before 
embarking on the DELTA. Caroline is a graduate 
of Theology from the University of Cambridge and 
brings to teaching that powerful and passionate 
sense of conscience which is often attributed to 
religious minded people. After graduating from 
Cambridge Caroline moved into English Language 
Teaching. She completed a CELTA course and then 
spent a year teaching in China before returning 
to the United Kingdom where she had found it 
difficult to get permanent work before I recruited 
her for this position.
The second candidate is named Eleanor, from 
the north of England; relatively young and inex-
perienced with the bulk of her teaching having 
come on a CELTA course and in summer schools 
overseas. As a consequence of just starting out on 
her career she had no prior experience of teaching 
the type of more demanding EAP courses that 
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are delivered at the higher end of the English 
Language teaching spectrum. Essentially, at the 
outset of the DELTA course, Eleanor met Roberts 
(1998) definition of a “novice” teacher as being 
someone who has not “had the chance to develop 
any confidence in classroom management nor per-
sonal theories about language teaching” (p. 206).
Both Caroline and Eleanor, in the DELTA 
course, shared the same mentor who was also a 
teacher within the INTO organisation and who 
played a vital role in their development. Much has 
been written in the teacher education literature on 
the role of mentoring, not just from the perspective 
of teachers, both novice and experienced, being 
mentored, but also in light of the benefits and 
experience for mentors. Such works include David 
(2000); Monsour (2003); and Huling (2006). In 
the case of this study, the mentor was a teacher 
named Kenneth, a male in his early fifties. He is 
a vastly experienced teacher trainer who previ-
ously worked in Turkey and is a strong advocate 
of professional development for all teachers, not 
just novices. Kenneth’s role as a mentor was not 
simply to provide general advice and information, 
but also to observe lessons, provide feedback on 
these, and to provide feedback on assignments.
Methods Employed in the Research
The research was carried out over a period of one 
year; featuring audio-recorded, semi-structured 
interviews with Eleanor and Caroline, and less 
formal discussions with their mentor, Kenneth 
through the duration of the DELTA course. The 
two main interviews, used in this study, took place 
one year apart, firstly at a mid-point in the course, 
and subsequently at a point several months after 
the course had finished.
The reason I opted for a semi-structured ap-
proach, as defined by Borg (2006, p. 190) is that 
it is flexible on account of being “directed by a set 
of general themes, rather than specific questions.” 
It also allows the interaction to proceed conversa-
tionally (Kvale, 1996) “rather than as a formalized 
exchange” (Borg, 2006, p. 203). Furthermore Borg 
(ibid) states that this “enables the researcher to 
develop a relationship with the participants” and 
facilitates what Miller & Glassner (1997, p. 106) 
have referred to as a fundamental “intersubjective 
depth.” Through developing a relationship with 
participants, “the direction of the conversation 
is not predetermined” (Borg, 2006, p. 203) and 
“encourages interviewees to play an active part 
..... rather than being passive objects to be studied 
(Holstein & Gubrium, 1997)” (ibid). My desire was 
to capture the voices and personalities of Caroline 
and Eleanor as naturally as possible.
Therefore the all-round affordances of a semi-
structured approach allowed me to facilitate loose 
conversations around the framework of a basic 
interview guide. This guide, according to Arksey 
and Knight (1999, p. 97), should be based around 
“the key questions that the study is addressing.” 
Furthermore, I drew on ideas such as those from 
Lam’s (2000) study of L2 teachers’ usage of 
technology, in which the researcher conducted 
semi-structured interviews with ESL teachers to 
explore their beliefs about technology by using 
a flexible interview process. He states that “the 
questions were by no means limited to the list, 
which allowed me to follow the flow of conversa-
tion and to ask for elaboration of certain points or 
probe other issues that were not mentioned by the 
participant. As a result, questions were not asked 
in the same order for each participant, nor were 
exactly the same questions asked” (2000, p. 398).
Capturing the Voices of Teachers
In order to accurately capture the dialogue that 
occurs in qualitative interviewing, Arksey and 
Knight (1999, p. 105) advocate the use of audio-
taping as this has long been a feature of collect-
ing interview data within the qualitative research 
paradigm. Advantages of this include the fact 
that there is “a permanent record” capturing “the 
whole of the conversation verbatim”; it facilitates 
critical listening both during and after the record-
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ing; and it shows serious intent on the part of the 
interviewer (ibid). However it can also be a time-
consuming process and can induce nervousness 
amongst participants. Added to this, there is the 
reality that “committing verbal exchanges to paper 
seems to result in their immediate deterioration: 
context, empathy, and other emotional dynamics 
are often lost or diminished” (Poland, 1995, p. 
299), cited in Arksey and Knight (1999, p. 162). 
There was also the fact that I made explicit that 
though this was insider research, my role was as 
a researcher, not a manager.
To reduce the impact of nervousness, I tried 
to make the atmosphere as relaxed and natural as 
possible; a process greatly assisted by my ‘insider’ 
knowledge of participants and setting. I had to 
create an atmosphere that allowed Caroline and 
Eleanor, the young teachers, to talk about their 
own experience in their own terms (Arksey & 
Knight, 1999, pp. 99-100). I believe I managed 
to do this, with Eleanor in particular, because 
the conversations we shared were quite lengthy 
and the flow of dialogue as natural as possible. 
Furthermore today’s developments in technology 
have considerably reduced many of the age-old 
problems of audio taping interviews, and I ben-
efitted from using a sophisticated Digital Voice 
Recorder.
The Initial Interviews
The key issue that I wanted to address in this re-
search was getting a sense of English Language 
teachers’ understanding of and beliefs about the 
role professional development plays in enhancing 
the student experience within an institution. That 
then could feed into broader understandings of 
the impact this is likely to have on developing 
and marketing programmes for students in inter-
national higher education.
One of the features of good qualitative in-
terviewing is that the responses come naturally 
and therefore the teachers were not asked direct 
questions about the student experience. They were 
asked questions that allowed scope for a range 
of issues to be discussed and upon the teachers 
themselves speaking about the student experience, 
allowing scope for further spontaneous investiga-
tion of this.
Such a situation arose in the interview with 
Eleanor when asked how she felt that she’d devel-
oped on a personal level. After firstly talking about 
greater awareness of targets, aims, and outcomes, 
she then began to speak explicitly about students; 
allowing me, as interviewer, to probe this further, 
as outlined below.
Eleanor: So I can go in there with my aims and 
try and meet them but I’m also more aware that 
during that time other aims and other issues might 
arise, that it’s perfectly okay to work with what 
comes from the students and to keep their ideas 
and their eccentricities in mind when you plan a 
class, and leave the plan of the class for that matter.
Paul (spontaneous question): So you’re more 
conscious of the students? 
Eleanor: Yeah, of what they can bring to a class. 
And what they need from me and also accepting 
that things don’t go to plan, and that when they 
don’t go to plan that doesn’t necessarily mean the 
lesson’s a failure. It just means it could succeed 
in other ways. 
Eleanor therein has captured a sense of part-
nership in the learning experience but it’s also 
important to bear in mind that researchers must be 
attentive not only to what is being said but also to 
how things are “being said, for instance emphases, 
and the emotional tone of the speaker” (Arksey & 
Knight, 1999, p. 100). Underpinning this snapshot 
of dialogue, there’s a sense of moving away from 
a didactic notion of what’s right and wrong in a 
classroom to a more fluid, but equally controlled 
approach. A feeling of students being empowered 
and simultaneously the teacher being empowered 
permeates the closing line of Eleanor’s speech; 
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a point at which lessons are no longer viewed in 
terms of success or failure, but in terms of what 
the students actually get from the class. This, to 
me, also suggests movement away from an initial 
teacher training approach of taking each class 
in isolation, and shifting focus towards a more 
holistic sense of classes and courses developing 
over a period of time. Above all, not just lessons, 
but also aims, are part of this more fluid approach 
to teaching.
In another vignette of dialogue, coming out 
of the initial discussions, we find that Caroline 
describes a similar new and heightened aware-
ness of students in a slightly different manner. 
In discussing the positive role of Kenneth, her 
mentor, she refers to the importance of taking 
into account “all the situations, all the things that 
you knew about the students” before and during 
the lesson. Here, she has alluded to a change in 
cognition with regard to approaches to delivery. 
She’s not just thinking of students in terms of the 
present or future, but also the background context 
of the individual and shared histories they bring 
to the classroom.
Through the dialogic lens of these extracts, 
we can also see support for a claim by Roberts 
(1998, p. 207) in citing McIntyre (1993), that it 
is generally recognised that “reflection on exist-
ing practice seems to require a threshold level 
of confidence and classroom management.” The 
DELTA helped provide this threshold of confi-
dence, as expressed by both participants in the 
first stage of interviewing. Interestingly though 
neither Caroline nor Eleanor explicitly spoke about 
increased confidence in the first set of interviews. 
Rather they used terms such as being more effec-
tive, being more aware, being more conscientious, 
and in Eleanor’s case specifically, about how her 
views on teaching had expanded. The feedback 
that she received from her tutor Kenneth further 
supported this, with much of his commentary mak-
ing reference to how she had improved gradually 
as the course progressed.
The Importance of Awareness
During the initial interview, when asked if her at-
titudes to teaching had changed as a consequence 
of DELTA training, Eleanor responded that she 
wasn’t sure they’d changed but they had certainly 
expanded. This expansion was then defined in the 
following manner which may have been informed 
by theory studied on the DELTA course in the 
form of Thornbury’s (2000) Dogme teaching 
theory which essentially argues that “teaching 
should be done using only the resources that 
teachers and students bring to the classroom - i.e. 
themselves - and whatever happens to be in the 
classroom.” Though not designed for English 
for Academic Purposes teaching, exposure to 
the theory clearly shapes new approaches to the 
definition of resources.
Eleanor: It’s made me more aware of different 
attitudes, different perceptions of teaching. Some 
people look at teaching in completely different 
ways. And it’s made me more aware that teach-
ing is a lot broader, a lot, especially with English 
Language teaching, it encompasses everything. 
You can use anything to teach English.
There then followed a discussion on aware-
ness of professional identity which had echoes 
of Wenger’s (1998) argument that identity is a 
crucial aspect of practice, and Goodwyn’s (1997, 
p. 127) view that teachers need to “review their 
own practice and to evaluate it in a way mean-
ingful to them.” Roberts’ (1998, p. 26) describes 
this as teachers assimilating new ideas into “their 
framework of thinking about teaching.” I asked 
the participants if their own perception of their 
professional identity had changed as a consequence 
of doing the DELTA.
Eleanor’s response had strong echoes of Rich-
ards’ (1998, p. 48) definition of a “developmental 
continuum” for teachers. This means that they go 
through a process whereby eventually “as they 
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develop their own personal theories of teaching, 
they can teach more from an art-craft approach, 
creating teaching approaches according to the par-
ticular constraints and dynamics of the situations 
in which they work” (ibid). The factor though that 
sets Eleanor’s response aside from much of the 
developmental literature is that these words are 
actually coming from a ‘developing’ teacher and 
are expressed in language and sentiments common 
to many young EFL practitioners.
Eleanor: Well I guess most English Language 
teachers sort of fall accidentally into it as a method 
of being abroad and just supporting yourself. So 
while there’s quite a large community of very 
enthusiastic young people who go out and they 
take teaching to keep themselves in money and a 
lot of them really do take it seriously and they try 
and give their best, I think the pyramid narrows as 
you get into a smaller community of very English 
Language focused teachers who see it more as a 
calling than a job. I mean for example em watch-
ing the seminars given by Scott Thornbury and 
actually you look at the audience and sometimes 
you see the same faces in three different YouTube 
seminars that he’s given. You understand it’s a 
much smaller, more dedicated community at this 
level and that they, what a lot of people will see 
as ‘oh you just turn up with a newspaper and chat 
for a few hours’ can actually become something 
a lot more in depth and detailed. I guess you can 
see where people get forty, fifty years worth of a 
career out of it rather than two or three summers.
Caroline too speaks of a heightened awareness, 
also linked into identity, but identity within the 
context of the classroom rather than the broader 
spectrum of the profession. When asked about the 
role of observations in the learning process, either 
those conducted by her mentor Kenneth, or peer 
observations either of or by herself, she spoke of 
how useful these were in terms of learning and 
seeing “a range of people teaching in different 
contexts”; thus being exposed to new techniques, 
interaction, and approaches. She then went on to 
speak about other areas of awareness.
Caroline: It helps you realise things you weren’t 
aware of in your own teaching. You can be surpris-
ingly unaware of some aspects of the way you’re 
teaching and to have someone else come in the 
classroom and say you need to hold that piece of 
paper higher up so everyone can see it, well you 
know simple things and also suggest techniques 
that you’ve never tried but could actually work 
really well.
This new awareness came about as a conse-
quence of doing the DELTA, and also made her a 
“lot more aware of how I need to sort of continu-
ally learn and how learning how to teach is not 
just something you kind of do once and then can 
do for the rest of your life.” This is something 
that again is echoed in much of the literature on 
teacher education, and shows Caroline’s develop-
ing awareness of the distinction that Wallace (1991, 
p. 3), in Crandall (2000, p. 36), summarises as 
being that “training or education is something that 
can be presented or managed by others; whereas 
development is something that can be done only 
by and for oneself.”
For such self-development to occur, Wallace 
(1991, p. 12) argues that a trainee teacher needs to 
have acquired both “received” and “experiential” 
knowledge before they are at a level where they can 
reflect on that knowledge and experience in the 
light of their classroom practice. This experiential 
knowledge has also been described as a combi-
nation of “knowing in action” (Schön, 1983, pp. 
49-50), and reflection defined as “turning thought 
back on action” (ibid, p. 10). The way in which the 
process of ‘thought into action’ is measured on the 
DELTA is through observation, and a sample of 
observational data is provided in Appendix Two. 
378
An Intramuscular Approach to Teacher Development in International Collaborative Higher Education
This data shows the role that reflection and self-
evaluation has played in Caroline’s development 
over the duration of the course and particularly 
in Module Two.
Evidence of awareness though is not limited 
to data generated through the interviews. In his 
feedback on lesson delivery and design, Kenneth 
also spoke about Eleanor’s “deeper awareness” of 
use of language and learners’ needs, which has 
provided more opportunities for student learning, 
and how she demonstrated “awareness of links 
between theory and practice by commenting, albeit 
briefly, on the potential for language development 
through dictation, and commented on classroom 
management implications in lesson evaluation.” 
He also spoke about greater awareness on Caro-
line’s part in areas such as grading language use 
and overall class management.
The Role of Theory in 
Teacher Education
Following on from the trainee teachers’ growing 
awareness in a number of other areas, the inter-
views also revealed a growing awareness of and 
an interest in theory. This fits in well with the 
assertion of Widdowson (1997, p. 121) who sug-
gests that teacher education is problem-oriented, 
with the implication of “a broader intellectual 
awareness of theoretical principles underlying 
particular practices.” In my opinion, and in some 
of the teacher training literature, there is a sense 
that initial teacher training courses show teachers 
how to do things but not why they are doing them.
In the course of the interviews, during both 
stages, the participants made consistent refer-
ence to the role of theory in helping to inform 
their practice and develop as teachers. During her 
second interview Eleanor stated that “I’ve seen 
more of the academic side of English teaching, the 
Linguistics and the sort of theory and background, 
and I’ve taken more time to read up on journals 
and the journals that get sent to the library.” It was 
not without difficulty though that Eleanor came to 
grasp the importance of theory, and how to apply 
this properly to her teaching practice. This was 
apparent in the comments of her tutor Kenneth 
in assessing her work in terms of expressing her 
understanding in written form. He suggested that 
at the outset Eleanor “experienced difficulty in 
expressing her ideas clearly, establishing coher-
ent links between theory and classroom practice” 
However, as the course evolved, she too evolved in 
terms of her critical analysis and self-evaluation. 
This is supported by the observed changes in her 
teaching and deeper reading of the surrounding 
literature.
Caroline too, in the first interview, spoke at 
length about the benefits that theory brought to 
her teaching. She stated that “one of the things it 
taught me is how much there is to know about EFL 
and how much I still need to develop as a teacher. 
And all the different theories about how to teach 
or things like that. It really, especially Module 
One, there was a lot of reading and a lot of work; 
it sort of opened my eyes to all the literature there 
is out there and all the really useful authors there 
are that have brilliant ideas about how to teach.” 
Again, going back to her awareness of the need 
for continuous professional development Caroline, 
describing her mentor Kenneth shows awareness 
of the importance of understanding the theory. She 
said, “I think what’s impressive is that he’s been 
in EFL teaching for many, many years and he’s 
still keeping up with the literature. He’s reading 
all the latest ideas.”
Analysing the Second Interviews
One of the key questions in the second interviews 
was whether or not the DELTA trainees felt that 
students would notice a post-course difference in 
their teaching. Though this type of questioning 
may have lent itself to some subjectivity, I found 
a degree of criticality in the answers; with criti-
cality itself being an added benefit of the course. 
Eleanor responded that she would hope so because 
everyone likes to think they are improving, but 
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Caroline was not so sure that the students would 
notice because they may not be overtly conscious 
of this. The extract below shows the actual ques-
tion and how she responded to it.
Paul: Do you think that if you had students from 
two years ago back with you now, would they 
notice the difference? 
Caroline: I’m not sure. Students like, I think 
students recognise, notice things in a different 
way than teachers would. I think a teacher would 
recognise the differences but maybe a student; 
students are more likely to pick up on the rapport 
and the general feeling in the class and what they’re 
doing and things. Maybe they wouldn’t pick up on 
the smaller issues of you know the fine details of 
what you’re teaching and how you’re teaching it 
and how much you know about what you’re do-
ing. But I suppose if, if they’d been taught by me 
a lot before and then they had a decent length of 
time with me now, maybe they would notice the 
difference.
Despite Caroline feeling that students might 
not notice the difference in a teacher before and 
after DELTA training, both participants agreed that 
teacher education has clear benefits for teachers 
themselves, for students, and for the institution as 
a whole. The institutional benefits are summarised 
by Caroline as being “because I’m a better teacher 
so I’m doing a better job and that means that’s 
better for INTO I think.” Eleanor also suggested 
that through the DELTA “we can bring in or 
revitalise older or new ideas and pass them on to 
colleagues” which contributes “to the workplace 
as a whole.” Looking at the latter response from 
another angle, it is also suggestive of Eleanor’s 
increasing sense of belonging to a teaching team. 
She demonstrates a growing awareness of this 
being a subset within a wider English Language 
teaching community, echoing Etienne Wenger’s 
(1998) work on Communities of Practice.
Support for this claim comes through the lan-
guage that Eleanor uses in the course of the two 
interviews, moving away from the sense of isola-
tion experienced by novice teachers, to a feeling of 
being part of a collegial environment. In many ways 
this collegial atmosphere was forced on Eleanor 
by the demands of the DELTA, perhaps Caroline 
too though it is more noticeable in the language 
of the former. In order to survive the rigours of 
the course she needed to interact more with her 
colleagues, and seeing their greater experience as 
an opportunity rather than as a threat. If one is 
to apply this to the overall context of the institu-
tion, similar relationships could be built up over 
time with the marketing department. Interaction 
can be of as much benefit to places as it can be 
to people, in my opinion.
Getting Back to Student Perceptions
Moving back to the research puzzle at the heart 
of this chapter, I asked the candidates if they felt 
that doing the DELTA had benefitted students. 
Through doing this, I was using the teachers’ 
perceptions of how they were viewed through the 
eyes of students.
Here, as in many other instances throughout 
the interviews, a common thread emerged of both 
participants suggesting that the course was of ben-
efit in terms of improving the overall shape and 
design of lessons and courses. This is important 
because that has potential benefits for marketing; 
of teachers being able to see the bigger picture 
outside the context of their own classrooms and 
make a respected contribution to shaping the ethos 
of that broader context. There was also a sense 
of increased knowledge coming through in the 
responses, detailed below in an extract of dialogue 
from the second and final interview.
Paul: Do you think it benefits students having 
teachers who have done the DELTA?
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Eleanor: Yes, I think it does. Obviously when it 
comes to things like organisation of lessons and 
looking at the reason for organisation often though 
teachers before the DELTA we were doing these 
things, having a warm up, then having a presenta-
tion and controlled practice, or doing a different 
method, maybe a group exercise, now we’re more 
aware of why we’re doing it, which means we can 
focus it better. Also it gives the teachers a better 
idea of for example organising a syllabus and 
instead of just bringing together a lot of ideas, it 
provides a framework which we can then fit those 
ideas around to a more coherent, to a more finely 
directed series of lessons.
Paul: And is it better for students? 
Caroline: Yes, yeah because I’m a lot more aware 
of the grammar points and sort of (pause) the 
CELTA gives you a general idea and then teach-
ing gives you a lot of practical ways of dealing 
with groups and all that kind of thing but the 
DELTA gave me a lot more detail about my subject 
which I really needed because my degree wasn’t 
in English. So you know really properly studying 
the grammar and the language systems properly 
was something I hadn’t done very much before the 
DELTA. So I think I’d thought quite a lot about 
the skills that we teach and I felt quite good at 
that but teaching the systems, the discourse and 
the phonology and the grammar and things was 
something I was quite weak on before. So that’s 
definitely helped my students.
RECOMMENDATIONS
Development and Marketing
Through the interviews and mentor feedback, 
there’s an emergent sense of how professional 
development benefits teachers in a range of dif-
ferent ways. There is a clear sense of teachers’ 
voices needing to be heard in their own language, 
and both teachers in this research articulated their 
feelings very honestly and conscientiously. These 
are young teachers, whose voices bring refresh-
ment to the profession, and whose experience at 
the cutting edge of student engagement contains a 
great deal of information that organisations need 
to understand and use more productively.
Amongst these discussions, reference was 
made to the potential benefits for students of 
having teachers who are better qualified in their 
craft. Even if students do not consciously notice 
this, the teachers themselves are aware that they 
are providing a much better and holistic language-
learning experience for the students. Going back 
to the issue at the heart of this chapter, the ques-
tion is then how institutions might harness this in 
respect of developing programmes and marketing 
those programmes.
Firstly in terms of developing programmes, one 
only needs to look at the aims of DELTA Module 
Three; shown in detail in Appendix Three. Basi-
cally this module is designed to develop candi-
dates’ competency in a particular specialism and 
to have them build a course programme around 
this specialism. In the words of Caroline, in the 
second interview, this helped her “to look at the 
whole term over a whole ten week block and work 
out what I’m going to do and where I want my 
students to be at the end of it.” Eleanor echoed this 
in her second interview by saying that “it gives the 
teachers a better idea of for example organising a 
syllabus and instead of just bringing together a lot 
of ideas, it provides a framework which we can 
then fit those ideas around to a more coherent, to 
a more finely directed series of lessons.”
The reason that this links into the student expe-
rience, and is of critical importance to institutions, 
is that coherence and relevance of curriculum are 
seen as two of the key factors in student engage-
ment; which is at the heart of that overall experi-
ence. This was a recurring theme in the research 
conducted by Bryson et al (2009) in their “in depth 
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investigation of students’ engagement throughout 
their first year in university.” Since the DELTA 
also incorporates strong elements of lesson design, 
candidates receive a strong foundation in preparing 
courses at both macro and micro levels.
Beetham and Sharpe have created the phrase 
“design for learning” to describe the process by 
which teachers “arrive at a plan or structure or 
design for a learning situation” (2007, p. 7). Of 
course they add the the proviso that “learning 
can never be wholly designed, only designed for” 
because of the contingent nature of teaching as it 
takes place. In the field of EAP, that contingency 
is central to the lives of teachers because it focuses 
so heavily on “specific communicative needs and 
practices of particular groups” (Hyland & Hamp-
Lyons, 2002, p. 2) rather than taking a generic or 
one size-fits-all approach to delivery.
Since the DELTA strongly advocates needs-
analysis based approaches, it gives teachers a 
strong awareness of the contingent nature of teach-
ing, as indeed do other courses of equivalent level 
in the field. It may also serve to make teachers 
more aware of what types of courses are necessary 
for students and attractive to students. This could 
mean that there should be more consultation with 
teachers when designing and marketing courses. 
Teachers, by virtue of spending so long at the in-
terface with students, often know much more than 
marketing teams what contemporary students are 
actually looking for. It seems illogical that these 
voices are not listened to and that in some cases 
are actively ignored.
On the whole though I would suggest that what 
professional development ultimately does is not 
to make teachers more conscious of the micro 
and macro aspects of designing and delivering 
courses. Rather, whether consciously or not, it 
gives them a greater sense of having a teaching 
epistemology; which essentially means the beliefs 
they hold about teaching and how these relate to 
the broader ways in which they view the world. In 
some ways this could be seen to fit into a teacher 
cognition framework but on another level, it’s 
looking at things not simply from the perspective 
of teachers but from the organisation as a whole. 
Sometimes it is necessary to take a step away from 
the internal perspective and view or imagine things 
through external eyes such as those of prospective 
students, who are less likely to see a dichotomy 
between departments.
Epistemology
Occasionally in educational organisations, espe-
cially those engaged in private enterprise, there 
can be disconnect in the ethos of academic and 
marketing departments. This can often be caused 
by a lack of understanding about the role teach-
ing actually plays in ‘marketing’ the institution 
to students. Often a great deal of an institution’s 
budget is devoted to marketing, with little regard 
given to the fact that there is a crossover between 
teaching and marketing. The fact that teachers 
develop a better sense of epistemology means that 
a particular ethos can be created in the workplace, 
which spreads from the academic sector to other 
parts of the institution.
This position is strongly supported by a UK-
CISA (United Kingdom Council for International 
Student Affairs) paper on Teaching & Learning for 
International Students. They assert that “Quality 
teaching and learning is the linchpin of universi-
ties’ internationalisation work but its importance 
is often overlooked” and “a sector wide approach 
is needed for the provision of high quality teaching 
and learning for international students to enhance 
standards, maintain sector sustainability and for 
capacity building of institutions and individuals” 
(2008, p.1). They go on to stress the importance 
of a powerful teaching and learning strategy 
because “returning international students act as 
ambassadors for their institution and country of 
sojourn and ‘word of mouth’ reports, as well as 
‘brand’ identification, play major roles in main-
taining the flow of international students to the 
UK” (ibid, p. 3).
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Similar findings have also been reached in the 
Australian context in the work of Chen (2006) 
in “an exploratory study of Asian international 
students searching for Australian higher education 
services.” Therein the focus was largely about the 
types and characteristics of Word of Mouth adver-
tising and communication, and their significance 
in terms of this informal channel of marketing for 
Australian universities.
Basically students have their own forms of 
evaluation and communication that are not lim-
ited to brochures, exhibitions, and the agendas 
of advertising or marketing agents. International 
students are in fact an awful lot smarter than that, 
which is something the field of English Language 
teaching and its practitioners have been aware 
of for some time; largely because ELT has its 
roots in a much more commercial, private sector 
environment than other areas of higher education 
have experienced in the past.
The essence of this is that if students do not 
have a good classroom experience they are not 
going to be impressed enough with an institution 
to recommend it to their friends and prospec-
tive fellow students; meaning that it will require 
a considerable amount of work on the part of 
any marketing department to compensate for 
this. Indeed no amount of marketing may fully 
compensate for the damage because a perception 
might emerge that the organisation cares more for 
marketing than education, which is not what any 
student, international or domestic, wants to hear.
This situation can possibly be avoided if mar-
keting departments strike a better balance between 
corporate and academic forces driving their pro-
motion and recruitment. Marketing departments, 
when budgeting, need to see the clear link between 
a quality teaching experience and the promotion 
of the institution. Therefore, rather than seeing a 
dichotomy in terms of budget, organisations should 
realise that funding for professional development 
is as much a part of international student market-
ing as the overseas trips and exhibitions that are 
such a major part of current marketing efforts. If 
this happens, every part of the institution will be 
better off as a result.
So often, in the literature, we come across 
physical analogies such as the one at the heart 
of this chapter. Education is often referred to as 
a body. If that is truly the case then ultimately 
the different body parts need to constantly work 
together in harmony.
FUTURE RESEARCH DIRECTIONS
The contemporary emphasis on the student 
experience within UK higher education has 
been quantified, on a national level, through the 
comprehensive National Student Survey (www.
thestudentsurvey.com/) but this is tailored to the 
broad higher educational spectrum and not the 
individual needs of organisations. It would thus 
be interesting to shape a narrative from ‘smaller’, 
more localised contexts, and then see how this 
can contribute to the broader picture of student 
engagement. By adding small-scale qualitative 
inquiry to the existing quantitative data, research 
could deepen understanding of the phenomenon 
under investigation and provide representation of 
a “plurality of interests, voices, and perspectives” 
(Greene & Caracelli, 1997, p.14). 
In this particular study, described herein, I have 
concentrated on the voices of teachers starting 
out on their careers in the field of international 
education. In doing so, I have chosen to focus 
on the angle of the student experience but the 
interview data lends itself to deeper investigation 
from a number of angles. This suggests that there 
is further scope in analysing the voices of teach-
ers, in a qualitative manner, to learn more about 
their beliefs and understanding of the profession 
and its burning issues. Borg (2006) has framed 
such an analysis in the theoretical lens of teacher 
cognition and this is a field greatly deserving of 
further exploration. Such an exploration is not 
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possible in the context of a short chapter like this 
but there is a growing body of literature suggest-
ing that teacher cognition is a rapidly emergent 
field of study.
CONCLUSION
In conclusion, this chapter has illustrated the im-
portance of professional development for teachers 
and argued that this brings benefits to the entire 
institution. One of the benefits is that it gives 
teachers a greater sense of their role as a whole, 
not just in the context of individual classes and 
classrooms, but in terms of the broader curricu-
lum and the educational organisation. This also 
has benefits for the marketing of organisations in 
that students are going to have a better classroom 
experience and this message is going to feed back 
to the wider market. It is for very good reason that 
teaching performance is at the heart of analysis 
within the National Student Survey, and why so 
much attention is being paid to this.
However, as outlined herein and clearly estab-
lished by the title of the chapter, one-shot training 
does not fully develop either teachers or organi-
sations as effectively as continuous professional 
development sessions. Though the DELTA may 
be an example of a training course that is delivered 
in a specific timeframe, as most tend to be, the 
ethos of the course is one of continuous reflection 
and ongoing development.
Reading the interviews of Caroline and Elea-
nor, there is a clear sense that this ethos became 
part of their epistemology and has benefitted them 
immensely in many ways. They have developed 
a stronger professional identity, or what could 
be termed as a stronger professional voice. Their 
teaching voices and identities have been traced 
over the course of a year, in the interviews I 
conducted, and serve as a useful lesson not just 
to teacher educators but all those interested in 
teacher cognition.
On the whole, as a researcher, the process has 
been rewarding and enjoyable. These young teach-
ers, who realise they are by no means the finished 
model in terms of professional development, have 
brought great benefit to the organisation we work 
for. They bring freshness to the teaching team, as 
suggested in one of the earlier sections, and what 
they lack in experience they compensate for with 
enthusiasm and creativity. Within that too there 
is an element of imagination, as harnessed in 
DELTA module three where teachers are asked 
to design courses in their own specialist areas. In 
an increasingly competitive market, organisations 
are going to have to become more imaginative not 
just in terms of the courses they offer but also in 
terms of the way that they address the student 
experience.
Added to this, these young teachers serve as 
a bridge between the organisation and the stu-
dent because the DELTA has made them acutely 
aware of student needs. They bring this intense 
consciousness to their teaching and that too has 
benefits for the organisation. Very often, from the 
academic perspective, marketing departments are 
blinded by budgets, spreadsheets, and sales figures. 
The alternative view is that teachers are idealistic 
and rarely see things beyond the context of their 
own classrooms; almost a pure view unpolluted 
by the realities of a customer-focused, target-
driven environment. Perhaps too strongly held a 
view on either side will inhibit the organisation 
unnecessarily but there has to be a middle ground 
where the voices of students are listened to and 
supported by those closest to them. The people 
closest to those students are very often the teachers 
and it is apparent in the interviews with Eleanor 
and Caroline that they have a considerable desire 
to help their students.
It will be interesting to see how these young 
teachers develop further in years to come, how 
they incorporate an intramuscular approach into 
their own professional development, and whether 
or not in this time of change, higher educational 
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institutions see the benefits of such an approach. 
For the sake of international education and the 
future of English Language Teaching, and teach-
ing as a whole, one can only hope that they do.
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KEY TERMS AND DEFINITIONS
DELTA: Internationally recognised English 
Language teaching diploma equivalent to a Mas-
ters degree and& regulated by Cambridge ESOL.
English for Academic Purposes: Preparation 
for students in the linguistic and practical ap-
proaches required to begin or complete academic 
studies in the context of second language educa-
tion; usually at a further or higher level.
Insider Research: Research conducted within 
an organisation that the researcher works for, or 
is closely involved with.
Intramuscular: A form of medical treatment, 
normally by injection, which is administered over 
a period of time rather than in a single one-shot 
solution.
Marketing in English Language Teaching: 
The promotion of courses and organisations 
which provide studies in various fields of English 
Language teaching.
Student Experience: Umbrella term for the 
feelings and perception of students with regard 
to their educational experience, generally within 
higher education.
Teacher Cognition: A theoretical construct 
which has emerged in recent decades to describe 
the complexity of teachers’ ‘mental lives’ (Borg, 
2006).
Teacher Development/Teacher Education: 
Terms often used interchangeably to describe the 
process of continuous professional development 
undertaken by teachers.
Teacher Training: Term generally used 
to describe the courses and qualifications that 
teachers undertake and receive at the outset of 
their careers, or one-off courses that are largely 
designed with a short-term or immediate purpose 
in mind.
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APPENDIX 1
APPENDIX 2
Table 1. Overview of the DELTA 
Module Title Assessment Format
ONE Understanding Language, Methodology and 
Resources.
A written examination 
consisting of two parts, 
for Teaching each 1 hour 30 minutes (externally 
marked).
TWO Developing Professional Practice. Assessed assignments incorporating background 
essays and observed teaching.
THREE Extending Practice and ELT specialism (e.g.  
Teaching 
young learners, 
Special Purposes, Teaching 
one-to-one).
An extended assignment of 4,000 to 4,500 
words (externally marked).
Table 2. Observational data for Caroline 
Skills Area Observer Feedback
Planning and preparation of lessons. From early on in the course, Caroline planned and prepared her lessons with a degree of 
independence, and identified appropriate aims and outcomes for her learners. She is now 
able to prepare lessons that have clear and limited aims, and sequence activities and tasks 
logically to lead to their achievement. She needs to continue to think about selection of 
materials and task that provide challenge to an often diverse group of learners.
Awareness of and response to learners and 
learning.
Caroline has a positive classroom manner and is sensitive to the needs (linguistic, cultural 
and affective) of individual learners, and the class as a whole. She is supportive and  
interested in her learners. Caroline monitors effectively and responds to learners’  
contributions to lessons with praise and encouragement. She is developing an awareness 
of errors (PDA stage 3) and needs to continue to explore this area.
Teaching skills, procedures, techniques, and 
classroom management.
Caroline has made significant improvements in several areas, both in those areas focussed 
on in the PDA (teacher language use, wait time and getting more from the resources and 
materials available) and those arising from her own reflections (classroom interaction, 
PDA stage 4). Caroline organises her classes to suit tasks and aims, monitors effectively 
and has learned to set up and manage activities more efficiently. For this latter point she 
needs to plan carefully when setting up and managing more complex tasks. Caroline 
has also learned to integrate technology into her lessons. While Caroline is beginning to 
correct more, she needs to continue to think about students’ errors and develop a range of 
techniques for dealing with these (LSA2 & 3).
Reflection and evaluation of lessons. Throughout PDA stages 1-4, Caroline has made insightful comments on her teaching 
practices and beliefs. She is able to set developmental targets and evaluate the  
effectiveness of techniques, procedures and methods used to monitor progress using 
a range of evaluation tools. Caroline also monitors learning carefully and uses data 
to adjust teaching in the lesson and across a series of lessons. There was evidence of 
good reflection in teaching practice, particularly with reference to the students, though 
reflection on planning was lacking on occasion (LSA2). Oral feedback for LSA2 & 3 
took place before written self-evaluation was submitted because of timetabling / school 
holiday issues.
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APPENDIX 3
Figure 1. Outline of DELTA Module Three, reproduced from DELTA Modules Handbook – Cambridge 
ESOL Publications
